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Discrete lansuanse skill dnvclolﬁcnt activities adantable
to the studentts node of learni 1ns are an integsral part of ithe
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In gcncral Inglish has been used by tcachers and students
in the rer; ov-ﬂ‘orls sani District for comnmwnication ia the
claseroon in running the progran in the firct level and in many
in~tances in tiae more advanced levels.,

II, TiE PUILOSOrHY CF T2 OPZ:I-CLASSROOM--ITS APPLICATION TO
FO!?SIG : .ﬂ:tG:j-l\aD IJUX\ ?ll.!.l‘G

Wnat ix an "open-classroom?
More tran anything
a state of
an''anpviance!

is an attitude,
nd on the purt of teacner and student
» an  environment intended to foster

it
IR
!

learning

To think of open-mindedness as opposed to close-mindedness
on the part of teacaer and student in the mutual pursuit of
common relevant qoals is perhaps to be on the right track.
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To have clcar-cut options in achieving clear-cut goals
is still on the rigat traci,

To tear out walls, or not to build them, in order to achieve
open Spaces more irequently than not is on the wrong track. .

To put a group of tcachers or a teaching team into a classroon
or group of clausroo:as mors often than not is on the wrong track.
To allow studen

ts to do whatever they wish, whenever they
vish, and however the

sl
hey wish is definitely on the wrong track.

e

3.

[
To allow stocents the right to make mistakes in secking

solutions to their problems without penalizing them may be on
. x (3}

the right traci:,

To help students learn how to learn and to aid them in the
clarification of goals and objectives is on the risht track,

The open~classroom is a learning environment where the
student finds o storechouse of highly structurecd learning exper-
iences with multiple options to suit nis personal needs. It
provides opnortunities for indevendent vork, socially dynamic
group learnini; aad proféssional suidance from the teacher.

It makes use of all resources available in the community and

"it fecds back inio tne cormaunity.

How does all this apply to the Foreign Language classroom?

The Foreign Language classroom is too often a closed door
learning situaiion, Requirements for admission and continuing
are only too often subject matter orlented and in this respect
almost entirely reflect the cogn.tive domain, A vre~deternined
amount of subject matter as prescnied in a publisaers sei of
books controls what ;oes on and how iuch is covered, Basic
skills nay oec developed, vut nore often than not content rather
than skills detormines cuccess or failure.

Teacher or student options as to methods and/or content are
not open, Rwelevance to tiae tarset culture and/or the learning-
subject, the student, is often lacking, The affective domain
is slignted in classroom procedures and outccmes,

Foreign Language learning in its broad sense includes more
than language learaning., Among other things it includes learning
to understiand and to accept as valid a culture and its people
that differ from one's cwm. llumanistically, the affective objestives
may be nore jusiifiable than %hose referring to cognitive languape
skills, In fact, most tecachers of Foreign Languages subjectively
will agree that anyone who weits to participate in a foreign
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culture will lecarn its lanzuage systen,

of exnloring and participating in a nmeaningful

' crnnr1ﬁncc, even on a short tern ‘aulu, n“ulu
bo ogc“ " L1 students, The basic requircnments of most Foreign
Lansusse co=rros <o not cncourase ithis Lyre of learning. St'::;
on four to iy years continuous Sequences nay produce a handful
of devotees, tut it does not maintain nor enccurage increased
participailon in Fore "bn Languase learning, The open-nindedncs
and onon-door npolicics of the opcn-clasaroom may be a remedy
for a¢71n5 l“CffCCbual programns

N T TR DDOIM VDT
CI¥ICS OF Tlu PR Pz

whodiivy WAL Ahl\J.A

A, Physical facilities:

1, One classroon 25x40 feet cquipned with tables and chairs;
8 carrcls for taped materials; one overncad. screen and
projector; one sl de projcctoyr; oane filnistrip viewer;

ne 16 ma projector; adequate shelves for storage of
nmaterials; one challk board; carveted floor; no air-
conditioning; 200 feet from interstate nighway

2. One language laboratory-- fully cquipt with individual
recorders

3. One resource center containing tapes, books, magazines
dictionaries and encyclopedias,

B, Personncl:

I. 1060 (one nundred) students of French grouped into five
sections,ecach section containing beginning students
thru olfuh year advanced students, 855 are first
level (flrot and second year); 32/5 are sccond level
(third and fourtr year); 1% arc taird level (fifth and
sixth yecar)

2, Staff--~ one tecacher; two paraprofessinnal supervising
language lab and resource center; native speakers in
the community as available.

C. Strate; i

1, o" non~-raded cxvnrlcnco°-- All students in a scction
wita the ieacaur tallng part 1a gauic-simulations, simple
learnlng sames adopu=d IrOW social science clacses, self-
concept building techniques, fantasy, value clarification
ac»1v1tlco, cooking and food preparation and anoymcnt
song and dance activi tLCu, cucst speakers, movies and
aud10-v1uua_ happenings




Some of these activiiies are onec session affairs

with nini-um followr vp exercices on vocabular" or
affective rﬂaCoJo“, others, a5 in the case of sone
fone-~cnianlations and ciuple 1carnin3 sames may be
several wveniic in lengih or can e rcpaatcd as degsired
by students and teacher at resular intervals,

One of goals of nany of these comzon experiences is to
encourasge the student to rececarch and invent sinilar
learnings activities for tre class,

These corvion experienc e 1 he Foreign Language,
and in so.:e iustancec o ilL{ferent leClQ oi parti-
cipation accordin; to ility student,

Develevn antal Coursac-- required of all students

nacn siuteav 15 abv woae stage of develownment in Foreign
Lanruaze s'tills and aspreciation. Using the materials
availawle, the #cCluer pran Xfontor ct Parler, favier

et Tire and,»r Pro-ro-ved lerdirnc and .AL in (Lurroughs)
the asco Duviow ool ool cod Dialo~ue
Africain Vorer ors e in: i and slides
(REETEieTs aad Jeric .oich and dunrs bools in the
resourc o3¢ i HOT R i udenu or preferadly
for AR ; bo develop

tlhie s .LTLV cand iapart ) ﬁi* ; zary for con-
tLAuouo Prosress

DI

ral
r interest suggests one session or

1on aCElVltj for groups of students given
by tae te Yeese can te centered around grammar
concepots, lanoauuv obruCturco, cultural items; these
can be open to all students in tae schcol and will be
in the tar(ct lainsuwase or in aaglish de *ﬂndlnr on the
situation, OStudents will be encouraged to dcvolop
mini~courses of their own for class or group presentation,

Obtional
a5, uccc"dln" to the individual stddent's
a Lllul“°~~ ozpletely open ended as to

pur ose and metaod

Facilitator of learning=-~ to organize and present learning
experiences to cacn Student and to encourage and nctivate
according to individuval necds,

7o offer coantinuous opportunity to communicate in the
Foreign Language. “he Common Zxperiences are in the
target lansuace. ‘The teacker iust manipulate these activi-
ties in such a way that all students can participate
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according to their abilities,

To offer individual help as necded in the Developmental
Courses

ke Toiether with cach student to evaluate the progress of
that student

B, Pinme Alloitmernve: Bach scction 55 minutes daily,

1, Coron iwsnriences ~- Three tiues a week-- usuwally for

. . o~ -y s 3.
0:0 Loleion oo oiautes)

Revelonrential 25-= Classroon group (peer learning)

——l b -s et -

aNG L& Wordem- Ul o five sescions per week

. rini-Courzos- ~ twice weekly , onc session each,

IV, SOME FIARS--SO:E HOPES

It is with some trepidation that the author undertalkes this
cxperinent, It is not fer lear that he is on the wrong vath,
it is not for fecar of failing due to misguidel zeal, 1t is
for fear that he camnot live up to the students' expectations
and wants, e ig also afraid that if othors sce his lack of

success tney may say that all thece innovative ideas are a waste
of tinme and will coxntinue to isolate thomzmelves more and nore
from tne total scicol community., And ticn there is the eternal
scarch for and prewyaration of new materials and learning experi-
cnces~-~ and that tales tine,

that is challenging across thesc United States,
nples of what this paver is trying to do alrcady
stence in California, wasaington, iidssouri, linncsota,
che author has met the writers and organizers of these
mentioned, and ne is sure that nany others exist ., Therefore he
hopes that this present effort will cncourage others to do and

1

write about what they do,

perinment will be another sten forward

-~

It is hoped that this ex
toward integrating the Foreign Langvase program into the total
school curriculun and offer what it can to languase arts, literature
and rhetoric and grammar; fine arts, uusic, painting, sculpture,
art appreciation, drana; pnilosophy and social studies, history,
antnropolo;y, vsychology, sociology, pcsitve self-concept devel-
ﬁi?t-F in otaer words , tiic wholc range of tne mind and heart of
L4 I.




W CAN TEACH AIYONE TOQ SPEAK FRELCH
By Rita Randolph, Longview Community Coll.

Often the first thing & spewvker does 1ie to che nge
the title of his nan=r from the one which is pcinted on
the pro.rem. The rerson is prots tly thst in sccenting
the invitution to ecesx, he hid to reply Ey return 1511,
vhich sftorded him 11t»1~ anough time to Tornulate Wis
poeitlion, wmuch lese{velect vn :inpropriate title., Lcocorde
Ingly, T should like 1n chsnce the title of thie piper tos
"t.ed1itations of s Junior Colleve {Tescher Just Off Fro-
bation".

An locldent from my firet yeer in junior collegs
teschine will serve to introduca ny nrotl em, One dsy, a
few minutes tefore the reeond semcater French cleze bLepgan,
I showed a picture of my dzurhter to three students. They
went back into @ corner of the room, held an extended con-
ference, then proudly zaid to me: "Votre fille ecat trén
jolie", It wes @ shocX to realize thut students who work
hérd 2nd «itend cls=c regularly eshould have to coafer in
order to mare ruch 2 zlmple etutemert in French. Of
course I knew that trecce students were not potential
French tescners, Their cspstilities lay in other sress
thun foreisn i ngusge, lLowever they were studying French
with & grest desl of interest, ¢nd this 1ittle iacident
mede me feel thit the course wis 10t meeting thneir needs.

It was true that the textboox which had teen recom-
mended to m= wae cullurzlly oriented to the extent thst
studeants would find it much easier to sy thet 2t. Louis
is on tke #ivsi-z*rn1 thsn to msxe 2 comment stout my
daughter, The mein virtue of the text wes considered to
be its efficlencyiin the presentation of cusic structure,
It waes indeed efficient. By the end of the firsti secuester
four tenses, sore twenly irregvler verta, direct ¢nd in-
direct object pronouns, compsriszon of adiectives snd sd-
verts #«nd 1tny otnec constructions vware presented srd st
such & rote teet only 2 lingulsticelly tslented etud:cnt
could master them sll,

As student teaclhers, we 211 regesbter being werned to
tesch for tte bent students and 1l#t the wediocre students
do the best they can, Clearly the text I wus ueing hud
tecn relected with toe sup2rior student in wind, for who
elee vould te canable of trensiering his xnowledae from
erudite eublect amutter to every day situstions? As @ neo-
phyte dunior college tescher, I learned sozething elze:
the dmportunce of adeouately preparing the student who
might transfer to & senior colloce in the middle of the
Year, It wus llipersative to hazve covered st lesst gs much




metericl us they cover in the firet semester senior
collews clers., In thie last osztter, the prile of the
Junior colieys in the cuwlity of ite instruction figured
#58 Tuch «s tne welfsre and convenience of ihe wtudents in
quection, Coaaldering the coiplete freedor which text-
ook writers zeer to hive in selectine. first ond sccond
semesler otleciives, 1t i a wonder to me thst atudents
who trensfer evar do survive, It wa. this point which
prevanted me {row changing my text for two yesrs, @l though
I recoenized very soon thet 1t wes too Gifficult for wuy
etudents,
could

In the pvst, weflusesume that 1f 3 student was capsble
of rexchionz college, he kn:w how to anzlyze his native
lunguege und wes thus przozred to learn @ Toreign lurcuage
with csge, Wwe xnow thst this ie not true today. 3Snenlor
college teschers have teen complwininz for yesrs aktout the
inability of students to write in Enslieh, In the junior
collage, our open door policy is ar <0od s @ gusrsntece
thet studente will oftern be linzuisticslly hendiceoped.
by questlon Is: 1In the ligrht of & chenged student tody,
must we continue to teich &8 if only the superior students
motter 14 the long run? Wwhen students eizn up for ocur
courses becsuse they want to trzvel or lezrn to commuunicate
with foreizn reletives, must the pace end meteriul selected
be gultable for the best studentas only? iMust @ textbook
which sn Sversge foreiun lanpgucge student could appreciate
receasarily be inadequute to the needs of un 2xcalicnd
student? And finslly, sre we forelgn lenguage teachers in-
cspable of reulizing thst 1 we ure going to huve students
te tesch at 511, we sre going to have to nlace succeas
within the resch of the aversge student who is willing to
work?

It might te eppropriste here to examine sose of the
80-called wraknesses of the aversge non-linguisticslly
tslentzd student. To bezsin with, such » student does not
know wret lencusge consists of. Ee does a0t know vhat
makee 8 thouszht complete, He Joes not ¥nov ¢ noun from @
verb, Tbhe tenszcz of veris sre gnatherz to hiz. FEe view:
the foreisn lencukze as a word for word trinsistion of hism

own largusgs, wrich expleing why few Srench rtudents aver
mester the usrge of such sxnrescions ag "venir Je fzire
quelqus cho-~<", He cynnot grusp the jidea that to have done
somethilny iw & linguistic entity worthy of ite own ex-
presrion in Freach, Ha eseems incecitle of szccepting the
1dea thot Frerch ¢nd Spunish epeskers use the verk "to have
in excressions of sge, 7o him it may Le stupid, He will
relect the 1dep snd refuse to lesrn it,

PAFullToxt Provided by ERIC




Fenorized dlvlogues hrve fuollen into diefovor not
becsuse they wre bed in thewrelver, but becsuve we tey-
chera heve fr1led Lo tesch stidents to adept cach line
of memorized dlelorve to neect espacific necdz., Thie is not
an ecasy toer with io. y students who see no reletionship
between:"The Look e on the tacle" und "The took if uunier
~the chiir," Wocse yet, I heva hed studente relect the
very 1dea of mimlczing end followina & model tecsusze in
English clevges, they wro encouracved to ke originsl,
creztlve, "So why not in Freanch clesst" 1 sm referring
to tne Lipe of student wno answers "d'accerd" when ssked:
"Comuent &llez-vousy " on tue grounds that "d'wccord"
mesns 0K, doesn't 1t? LAnd why do we ¢lweys hazve (0 give
the memorized snswer?"

withal, the worst s=tudert will learn cartzin things
in & forslegn lsupuwee which meet his necda or canture hls
fency. A1l of us nzve at one time or snother m=t the
lizieet student we evar hzd only to ke # nli sound forth
loudly in the one thing which he remembers sbout the AT
course, uwiving us (and the world) the impreseion that “
after s8ll, moyte our efforts were not entirely in vsin,

For three ysars, I nuve hud the unezry feellng thut
rost of my hard~-worsloy sverice students lesrnsd a Zrest
dexl of Freach, tut thet neltner they nor I Rnew exactly
what In french they ncd lcarned. For two yeure, I have
been looring for & text whicn would ke effective for the
aversce as well ¢ the excellent student,

At the AATF vonventlon in hew Orlssns, I hesrd Karl
S. Pond spsak zbout the langiige laborstory. He mention-
ned three things which impressed we grestly: 1. that in
hies opinlon, forelen languupe depsrtnents shoulid FO out,
of the litoratory business und leave the equipmant to tne
reeource center; 2. that students should thoroughly master
overnight 21l woterisls prasented in closs and should be
tested on thex the following day; 3. that students should
have control of the source of tne lemson msterisl. For
this he recormended smoll csssette tupe recoriers wnich
students could check out of the librecry., He slso gdded
thet he cives only three zrsdes: i1l the student 's
performence equele the teeccner's; E if the materisl is
well learned but zlightly inferior to the teucher's; snd
F for fuilure to uwsster the msterisl, As he talxed, .




Tond referred to & new French textlook which ne ted Just
outllsted conteinire 1lively dislogces, short ernoush to
be murtsred overnight., Thils ides zttructed me for my
"evervce" siudents Lecsune I wes teciming Lo reslize
thit ncrorized lines are sften uascful withac! 160 wuch
@dentation if they wre ceanred Lo student needs in the
first pl:ce.

On exsnining Pond's text: French Ly Decrecs l, I
fourd & sturtliv: thirz: no verb ig foraelly lciroduced
tefore trz2 fourtzenth lesvon., The firet thirteen lesvous
#re devoted to the formation of ¢o0d vronuncistion halits
and to the ¥rench noun :nd its modifisrs. The thicd per-
gon 2inculir srd plursl forme of the vertm "svoir® zng
"etre" are used to wwwe eimple sentences 1lke: "Votre
fille est trea ‘olie," This nostopoceient of detsiled verd
study should prove halpful to the non-telent student who
would normully experience enough difficulty st the tecin-
ning of the cource in leerning to hendle the mssculine and
feminice gender of nouns and edjectivea~ & concept =0 very
forelyn to English. There are geeuniar explanstions for
the students who cen profit from them, but for &l)l Liere
&re psttern drills to te nastered overrlgnt, Thus any-
one who is willing to.study can leorn to speak correct
Frecch and know exactly what hLe 1is seyling becasuse the
drille zre trsneluted. Pond insists that studente know
what 14 1a they sre learning. Furthersore, zivce both
Glclogues snd drilis are auort, the suthor bEelieves tnat
the whdle clasa can be tested in the sverwsge poriod,
Finally, there are self-tegta arranged in progreimed atyle
for imrediate reinforcament,

Spesiting of tests, I must sdmit thst the first French
students I ever hsd told we tnat I did not know tow to
make 8 test which they cnuld peee, Fow right trey were!
by test ltews generally require two or thrase trunsformse
tlons ifor one wnewer, I reullze now thst such quacticnsg
sre too difficult for trne non-tsleat student. ie can re- -
call someth'ne he hes memorized, or perform one transforma-
tion such va from singular to plursl, or resculine to
feminine., rut to require more thun one transforzstion ner
snasver is to reduce nis chences of succezs sisnificantly.
Pond's aporcach to foreizn languege lesrning is cotplete
muetery of ¢ limited amount of meterisl. In clsssroom
prretice seasiong, in reazl 1life situstions, or when heing
teated, 1t ehould bte & pieasure for students to recall

1 pord, Karl S., French by pesrees, (Englewood Cliffs:
Prentice hall,Inc. 1G70).




thelé well-leurrned French.

1 would like to conclude this ozper with enother

ilustrstive Incident, this time from my own school deys
in Hew York btate. Huvinz reed in the State College
catslosue thut studepts who took collage mathecaatice in
nleh 2etnoi would in excused frar texine it in college,
I lanedlotely sou-bt sermiseion to tuks sonior mcth ig
hieh senesl, Bince 1 was not & very rood <tudent in
meth, I bed to wori verv burd., iy tecchsr teuatit me, I
wes her 4ull student., I naver c.uld 30 the houe wesien-
pents In our text, «aé 1 #lweys felt that tne G'z which
I recelved on ay renort cerd repregented ny tezcher's
appreciction of wy dllirence more thun apything else,
Hovrver I scored ¢7 on the fingl stete exsminstion in
Advenced Algelra, @ fact which notody wee sble to under-
stand.,

Yeurs later, wihen the muthemstics teachers in ovur
Keénsss Clty School Svatem were atlecting new texta, I
re;li_.ed thst I hod been @ B level student in wp 4 leval
wath clucs., [y clensmates wers potenital englinezrs, The
problene in thelr text were pre-engineerinz orotlens-too
difficult for me, hed I Ceen in 2 class wherc the text
used merely precented the bunic principsls of zlvebra,
end exercirez 'ust difficult enouegh to test nustery of
thoze wrinciprls (vs did tre stzte exudine tion), I would
nave experlenced lzss frustration 2nd sore dsy to d&sy
ruccers, I wee a alnority in thet pre-engincering clsuss,
I could not expect to hive the uig lority use a text suited
for ae,

In our beginning forelyn lansucse classes, I believs
that the lipguistically telented students asre in the airor-
1ty. There ¢re people in ¢1li welike of life who hzte (or< .
eign langucges becsuse In those reqguired coursss they ware
stretched to fit textbooks writien for the best minds in
the field. It vould seem to be fer simpler, =73 zore
husane to choose & text sui{ed Lo the non-talented xe jority
snd provide suodlsmentery muterisl if necassary for the
promisir, alrority. 1he «tudy of foreien lsrguszces need
vot be tno dif{ficult for sveryone tut s select few., 1
telieve thzt we can tench snyone to spesx frerch, tut we
must choore the richt text,

Rita K. Randolph
Instructor in
French and Spanish

Longview Com, Ceol,
e Suurit, Mo,

Lee
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The Use of Puppetry in the Teaching of Foreign Lanquages
By Jacques C. Chicoineau, lebster College

In our days, when somebody talks about 'puppets', 'puppetry' or
'marionettes', most of the time one sces immediately a group of
young children, scated on the flocr of a nursery school, or at
a birthday party, watching some kind of Punch and Judy play.

It is indeed unfortunate to see that puppetry, which was for
centuries an entertainment for adults, is now, for many people,
merely "kids' stuff".

Puppetry is more than that. It is a form of dramatic art, vhich
cannot -only attract the most scphisticated audiences, but also
fascinate the greatest minds. In the past, musicians such as
Lully, Gluck, Mozart, Haydn, Bizet, Chopin and Liszt who improvised
on the piano during the performances given by George Sand, painters
like Delacroix, Paul Klee, writers like Lesage, Goethe, who found
the idea of his Faust while watching a puppet show, George Bernard
Shaw, Anatole France, were patrons of this art. It is also one of
the oldest form of dramatic expression (if not THE oldest). But

it is even more than that, and here we have the reason of this
communication; it is in addition, a magnificent tool for us, as
teachers, and especially teachers of Foreign languages, for it is
"par excellence" an audio visual device, the most versatile, the
most flexible, and the most portable, as it can be reduced to one
or two puppets in the hands of the ins.oucto:. Puppetry can be
used in a wide range of situations in the classroom. Not only can
it help us to teach, but it can as well be of a great help for the
student who has to overcome inhibitions such as bashfulness, timidity
and fear to express himself in front of the class.

Is the idea of using puppetry in the classroom so revolutionary? No,
indeed! We are now living at the age of the audio-visual. Audio-
visual teaching, but also audio-visual entertainment, audio-visual
political or religious indoctrination are our share. We are
surrounded with tape-recorders, slide projectors, movies, video-
tapes, and above all, television sets. It is obvious that our students,
conditioned as they are by audio-visual gimmicks, would accept more
than the students of previous generations, a teaching using puppetry,
vhich is, as we will show later, the oldest audio-visual device used
by mankind. The television producers are aware of this ability to
cope with puppetry. Puppets play a large part in many educational
programs. Last Spring, on the C.B.S. morning news, Punch and Judy
were discussing the events of the day, and I was delighted once, by

a fascinating presentation of the problem of the S.A.L.T. discussions,
which was conducted by these two famous and ill-behaving characters
with their conventional gestures and voices. Needless to mention, the
success of Secsame Street and the 'Muppets'.

In these conditions, why don't we use puppets in our classes? In the

early times of humanity, when the great mass of the people was illiterate,
those in charge of teaching the concepts and mysteries of religion were
relying on their eloquence, of course, and it was the "audio“side of their
teaching, but also were showing, one way or another, what they were talking
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about, and it was the "visual" part. It is truec of the Egyptians

as well as of the priests of the early Christian church. Then, to
explain and to show at the same time was, as it is now, one of the
best ways to make the people understand ... hence the sculptures,
hence the stained glass windows of our cathedrals, hence the 'tropes'’
performed at the foot of the altar, hence the puppet plays.

As you know, the word 'marionette’ comes from the Middle-French
'maryonette', from Marion, diminutive of Marie, the virgin Mary
being one of the main characters who appeared in the mystery plays
performed in the church on puppet stages.

Roland Sylwester, author of the interesting book The Puppet in the
Church tells us that "During the Hiddle Ages, puppetry became an
important means of the Christian Church in Europe in the presentation
of Bible stories to illiterate laity ..." and he adds: "So puppetry
seems to have been born out of a nced for man to illustrate, to
dramatize, to influence, to communicate his religious ideas to
others."(1) Illustrate, dramatize, communicate and even influence
(why not?) ... isn't that what we are trying to do every day in

our classrooms? Isn't that, after all, what teaching is all about?

Then came the Great Gutenberg and his invention of the printing press
with mobile types. For centuries the book became the cornerstone of
the teaching-learning process. Now the great discoveries in the field
of electronics brought what I dare to call the 'Renaissance’ of the
audio-visual. Why don't we use puppets in our classes?

k% h K%

In fact, puppets are already used today, in many schools, in Art, in
Drama, and, of course, in Language classes (English classes as well as
Foreign Languages'). They are also used with great effectiveness in
some special institutions as a therapeutic device for speech or hearing
defects or for disturbed behavior.

I, myself, use puppets in some of my classes, and I would like to share
with you some of my thoughts and some of my experiences on that matter.

The way I developed, what I don't dare to call a ‘'wmzthod' was rather
empiric. Maybe, if I explain what I did and what I am doing, it will
give you some ideas which you will be able to deveiop a. your turn
according to your needs.

I owe the idea of using puppﬂtry in my classes to Professor Elizabeth
Ratte, who was, during the 60's, Chairmar of the French Department of
my college. Miss Ratte used puppets in her teaching at the FLES level
in our experimental school. Before coming to St. Louis, she had been
one of the consultants who prepared the serics Parlons Francais, in

(1) The Puppetry Journal, publication of the Puppeteers of America,
volume 23, number 4, January-February 1972, pages 3 and 4
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which Mrs. Anne Slack used puppets along with living characters.
(Parenthetically I would like to point out that, from now on, when

I will use the word 'puppet', I will mean exclusively "hand puppet",

the only sort of puppets which can be used in our classes, because

of the simplicity of their manipulation, and because of the possi-
bility, for one operatcr alonc, to handle two puppets at the same

time and to present a dialogue. The other sorts of puppets; marionettes,
rod and shadow puppets belong to the entertainment business, not to

the field of education.)

Before entering in more details, I should give you the two general
principles which guide me in my work with puppets.

The first principle is that the learning of a Foreign language should
not necessarily be a boring experience. Too often, unfortunately, it
happens to be so. I don't think that it is forbidden to present a
subject, however difficult, in a lively and attractive manner. But,
on the other hand, it is precisely because we should avoid bor:dom
at any rate, that I would recommend a cautious use of puppets. Do
not use them every day in every class!

Our teaching should not be a mere routine, we may use new tools, but
with moderation. The most important thing being, as always, to use
our creativity and imagination.

The second *principle' or idea, if you want, is that puppets can be of
great help to overcome the timidity shown by most of the students having
to deal with a Foreign language. It is a terrikleo experience for most
of our youngsters, boys and girls as well, to have to express themselves
in front of the class, when they are consci~ - £ their mistakes and
when pitiless eyes are fixed on them.

Every family remembers the little girl (or the little boy) who, when
asked to sing for mommy's birthday, was willing to do so, providing
that she would be allowed to hide herself behind a door or under the
huge family table? A plain sheet of cardboard, a piece of cloth or a
blanket nailed across a door frame, an overturned table, will represent
for our students what the door or the table represented for the little
girl. The student, hidden behind your ‘puppet stage' will be free to
express himsclf in the foreign tongue, withouTrisking the ironical or
scoffing faces of his classmates.

In the use of puppets in a classroom, you will have two possible situa-
tions. Either the direct use of the puppets, by the teacher and by the
students in front of the class, or the use of a stage, the young perfor-
mers being hidden and presenting a real puppet show, simple as it may be.

o k k % % %

How can it be done, for example, at the grade school level? The few
ideas I will submit to you are, in no way, limitative, but will rather
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give you a starting point. In my examples I will use French, because
it is the language I teach, but it is obvious that any other language
may bc used the same way.

The basic motions of the body, by which the supposed feelings or state
of mind of the puppet are translated, can be ecasily grasped after a

few periods of practice in front of a mirror. Affirmation and negation
by metion of the head from top to bottom or from left to right, shyness
Juovn by bowing the head while the two hands are raised against the
checks, and so on, you will use your imagination and become an expert
rapidly!

Puppets can be used for the presentation and teaching of basic phrases.
Let's take, for example, a lesson for beginners, devoted to the teaching
of greetings and introductions.

The instructor faces the class, having a puppet at his right hand. The
puppet bows, and the instructor, modifying his voice, but being careful
to speak, in a clear and distinct manner, says:
-Bonjour Monsicur.
The answer comes with the normal voice of the instructor:
' -Bonjour Monsieur Jojo.

It is important, at the very begimning, to give the puppet, with the
concensus of the class, a proper identification which will create a
person, a friend. This character will be known and when the instructor
has any problem, {flonsieur Jojo, or whatever name was chosen, will
intervene and help. He will be part of the class ...

After greeting the teacher, the puppet will face the class, bow in front
of ecach student, at random, giving each of them a French name.

1.e following step will be to pass the puppet from one student to another,
and to let them repeat the sentences or phrases with the most interaction
possible. Slowly, but progressively, the dialogue can go on, with intro-
duction of new structures or concepts.

-Bonjour Marie, je suis Monsieur Jojo.

-Bonjour Monsicur Jojo.

-Je suis Monsieur Jojo, tu es Marie.

-Tu es Monsieur Jojc, Je suis Marie ...

Thanks to gestures and mimicry, the verbe "etre" can be taught. The

above dialogue is, of course, only a sample of what can be done. The
presentation should be a lo" slower and divided in shorter sequences.
Puppetry can be very useful too, when you have to teach things absolutely
foreign to the mind of the students. Let's take the example of the genders
of adjectives, so difficult to understand for a native English speaking
child.
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For this problem, you prepare and present simple and basic dialogues,
using two puppets, one male and one female charcter. Unconsciously

the students will associate the pronunciation of the adjectives to the
sex of the puppet. The presentation of the dialogue should be associated
vith the proper mimicry: if the instructor says the word 'grand', he
should raise his arm not only high but very high. He lowers it, if he
says 'petit'., Never be afraid to overcmphasize your gestures with
puppets.

A sample of dialogue in this teaching could be as follows:
-Bonjour Monsieur Jojo, que tu es petit!
-Je suis petit? Tu es petite!
-Non, je suis grande, je ne suis pas petite!
-Tu es petite, je suis grand!

The argument may go on with introduction of adjectives of which pro-
nunciation is different: gentil, gentille, laid, laide, beau, belle,
etc. The above dialogue which was not prepared with any special goal
in mind is just an example of the way the material should be presented.
The adjectives used above were chosen in order to show the contrast
between the pronunciation of masculine and feminine, contrast which
should be underlined, the students being use to our invariable Englisa
adjectives.

In the two examples above, the puppets were handled by the instructor
and then by the students, in front of the class, without any stage or
scenery.

Another way to use puppetry consists of having short dialogues memorized
by the students and presented to the class on a simple puppet stage.
Then the students are really 'performing' without all the inhibitions

I listed above. The dialogues can be part of those found in methods
such as 'Bonjour Line' or 'Voix et Images de France', etc.

Some short French songs can also be presented this way. I prepared for
example, a puppet stage adaptation of Frire Jacques, using the basic
questions: "Dormez-vous?" "Sonnez-vous les matines?" etc., etc. For-
give my tendency to write ctc., etc., but as I said before, my purpose
in this paper is to give you some basic starting points. It is up to
you to use them and to go on.

What can we do with puppetry if we are dealing with older students? 1In
high school or even college, we cannot present basic dialogues, with a
childish overtone, to sophisticated students' We have to adapt ourselves
to the intellectual level of the class. But here again, puppets can be
a useful tool.

We can use them in conversation classes. Here briefly explained, is the
"method" I use:




The instructor brings several puppets into the class. The students
select two or three of them. Then the class discusses and decides the
general line of the play which will be presented. This plot and some
details sre written on the board. For example, the three characters
selected are: a young girl, a young boy and an old lady. The plot
becomes: a girl wants to have a date with a boy. Her mother doesn't
like the boy because she thinks he drinks too much ... The boy comes
to take the girl, talks to the mother, and ... Here some suspense is
managed ... the students chosen to play the roles being free to end
at their convenience,

When this preparatory work is done, the students of the first team go
behind the stage and improvise the dialogue, according to the directions
written on the board. It is the very same principle as the old Italian
Commedia Delle Arte! The entire dialogue is recorded simultaneously

on tape. When the play is ended, the tape is played back, the teacher
discussing and correcting the mistakes with the class. It is done

this way in order to let the improvisation continue without inter-
ruption, for interruptions would break the work of the imagination

of the students.

Last but not least, the puppets can be used in a literature class, for
illustration of texts such as short plays, tales, fables, short stories,
etc.

If you teach, for example, the Medieval theater, you can stage farces:
Pathclin, ie Cuvier, etc.

I should admit that the staging of plays or tales is going far beyond
the simple use of puppetry in class. I indicated that, just to show you
that there are no limits to what can be done with puppets in school.

Some of the readers may think: "Fine, but how can I get some puppets?"
You will find puppets in some department stores. Companies specialized
in the selling of supplies for schools offer puppets. You can also
make puppets yourself, or have them made by your students. It can be
an excellent extra-curricular activity of your language club.

4 last thought before I conclude. It is obvious that a teacher who
decides to use puppets in his class should be well prepared. However,
puppets allow some possibilities of flexibility which the conventional
audio-visual appraches do not. An unforesecen problem, a point, diffi-
cult to explain, may arise unexpectedly. With some practice in the
use of puppets and a2 vivid imagination you will be able to handle the
situation and overcome the | roblem.

* % % % %

Using puppetry in your classroom can be a great asset in your teaching
of a foreign language. The few ideas I shared with you should be, once
again, only a starting point. My goal was to try to open some doors,
some paths. You should now explore them by yourselves. A very efficient
tool is within -- will you seize it?

(6)
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Frans Amelinckx
Univ. of ilebraska

A Nevi Persnective for Integrated Foreisn Tanguage Study

It ig rzaer2lly recoenized thatl intensive languase procrans,
ranging feom increzced eontact hours Lo the total immersion ~on-
zent, stimuiate and rreatls innrease the arquisition and retention
of lanfuarse sxillc., ©a2 ideal setiing anid method as excmplified
by e Armsry Ppecialice i Yraining Program {ASLP) or the Civilian
Affalrs Wraining Cihiool (CAIS) nave proven effective in the inten-
sive teachinr ot languarce skills Lo g se2lerted grounp in a2 contrel-
led situatiz:, fine rfeatures of the intensive nrograms zare quite
simple: large nunbers »f ~ontact hours, srall c¢lasscs ~f exiremely
motitheo stucents, an emptasis on the oral and structural aspects
of the larguare and concentration on only orne subject.

DT |

Tnoush hignliy desi
n

irable, this method has had little success
in its impiamentation i

N an academic seiting: the college student,

howevar m-olivated, nas his attention drawn to (oo many other subje~tes

the exigernries of the "urrlnulu" mare it rather difficult if not
imp0551nL° 1o have an tensive preogram @odesled after the Army Lan-

guage Schonls,

The only alterrative has been the intensive sumrner programs.
These fall under three tstegories: the cay howse or sumier camp
geared to the hign scnool sludent, tne lﬂﬁﬂvage nouse at the college
Jevel, and the lancsuage institute geared o pe at:ra*"atvv, mainly
high schiool languarge teachers, ‘ithese p 7grems ain at being sub-
stitutes for a {irip a»recad for students unahle 1o go to a forelgn
country f£or family or financial reascns., If not as glamorous as
studies abrocad, the intensive summer prozrams at least sffer Tor a
low cost an excellent opportunity for foreign language study.

In this paper I will consider cnly two of the summer programs
afore mentioned: the language houss and the posigraduate program.

For the last two vears, the University of Hehraska has had
intensive surmer programs in hoth Frencn and G riran, Since I am a

orofessar ~f French, I will limit ms discussicn to that orogram,
a]thouxn the Lwn are similar, As it is *-tually set up, the program
offers the students ihe poseibility of :ompleting the lznguage re-
quirements of the (Cnllege nf Arts and T7i2nces in nne summer session
{6 credit anurs in £ weeks) taking the eguivale:i of Intermediate
French under conditions providing a total immersion in the language.

Students and staff live, work, eat and nartiripatle in recreational
activities togetner in an effort to wake the French House a total
life-learning experience., T1he goal of the program is to increase
compotence in the stuuents! laﬂruagp sxills by engaging them in 2
day-to-dar experience of living larguage with no formal division

between language irstruction and the total program of aztivities.




The aclivi o the one nand, inzlude languace instruction,
usine the same textbooks and material as are used i all seond
year Fradch inglru:ticon at the riversity, with a gpe-:rial ennhasis
on the snshen arpent of the lanrunre, A sn2rial ~ourse i@ phoneti s
and provunciati-n at an elerentars leval is inecluded in the progran,
The rurp-ce »f tiis 2ourse is to rive the students the meanus of
avoiqding misiaivec velfore ther oozur anid spea ling as well as pogsible,
Since l2:.ruare ic¢ nrimari. . gvstem of sounus, it is felil thetl the
students sheald be made aware differver~es between Enclich ana
French nhoretli~s and shnoun have L7 do to arrive at a cor-

rect Fros-~p promwrciation, i udents' progress in spoken Frenun
]

both in the ~lacsroon ard th 117 living situations is carefully
noted tr the staff., Anv is

On the ot+wer hand, 4 eational activities serve as natural
bases for lanpuare learning situations and ©or the acguisition of 2
functinnal vorghular; o7 dailyv ~ommuni-ation: sWimmning, canoeing,
picricking peirc included in & program,  In the evening or during
free iime ~pportu.ities are giver for vlayinz chess, checlkers or
Scrabble in French. The evening program mas include the showing of
short dazumentaries on French 1ife anc tivilization, feature filnms
or a program of postr; or Frenca music; the students are encourage
toward the end of %the session o dpresent dramatic skits in French.
French newspvapzrs and nagazines are always availakle for reading
material. A shorsi newslelter presenting the news in French is
published daily by the studernts uncder the supervision of a staff
member,
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From the point of view of staffing the French House is under
the cirection of a master teacrer neleed b,y several staff members
and teachers’ aides. 411 the siaff memnrers are natlives or persons
with near-native proficiency. All the sta®f are required to live
in the Frerch House or to be present until 211 scheduled activities
are over (usualiy at about nine o'cloci.)

The aim of the program is to lead the students to the acqui-
sition of "liberated expression." One of the assuwptions made vas
that through censtant and prolonged daily use of the language, the
students would absorb vocahulary, grammatical and idiomatic patterns
most frequent in the Freach larguare. Although no formal course in
culture or civiiization was planrned, the students in tLhe Freach
House beczame cognizant of the deeo cultural aspetts of the language
and mors aoiare of the cultural differences existing between the
daily life in the Midwesti and the Frenczh daily life, even if it was
a simulated one.

Mo formal measurements were made et n the achievements of
the students parti-ipaling in the French : ¢ and the students in
the regular azadeni: programs: hcwever, isiting staff members
could really note a marced fluency in the oral and verbal expres-
sior. of tne Frenth Houce students. They were freer to express
their ideas and to participate in fruitful and meaningful discus-
S10::8.
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The other asnect of intensive lanpguage nrocrams is the one
dealing with pactoraduates:  the summer institute offered wainly
under the ausnigces of [IPRA.  ‘ihe purnose of these instituies was
to trair or retrain hich s:hincl teachers already in the ficld. As
Bdwsrd Do Allen paints sut in his ariicle "ihe Sducation and Re -
Bducation of Forelen lausuare Gea~hers,” (MLJ, XLVITL, a2 ¢, May,

G61) one of the onjerlives 1 not the mali: one was remedial, up-
gradire the low level of proficien:s in speaking and listeni~
corprenensiog, Tt seems that a sutstantial number of foreign lan-
guagze teacners at the secondary level are iil prepared i:» the Jan-
guage srills. Tn his book, Tea~hins Worej:n Lanzuares (Harper &
Row, 1.74), Frang 4. GritineT wriies trat it anpears safe to as-
sume that a rather large proportion of the ration's foreign lan-
guage teachers are nol very proficient in the languages they are
called upoan to teach."

Several studies deal with this problew and blame the college
and university language departments for deficient or irreleven
teacher preparation, or ihe lack of coordination and communicaticn
belween secondary and higher education. Often the result is a
piecewreal or fragmented approacn to language teaching. Many
reports and articles published in the professional journals plead
for a close cooperation among the foreign language teachers from
FLES to graduate school.

In view of these needs and probleinms, I would like to sugmest
a program which is at present tentazive: the combination of in-
tensive languare orograms at the undergraduate and graduate levels
into a single unified whole; i.e., combining the fummer House and
the Teachers' VWoriishop. “his would fulfil the demand made by the
Nebraska Advisory Council in the Teaching of Foreign Languages
which states: "that the teacher training institutions take steps
to provide some means for teachers wao are already in the field
and who are deficient in the competencies ... to upgrade these
competencies. This would involve offering courses, summer insti-
tutes and worxshops aimed specificall; at the needs of the teacher
-.." (Needs in the Training of Jeachers, A Report of lask Force
IT of the Hebraska TTT Project.)

The advantages of combining the two intensive language pro-
grams are obhvious: the setting of the French House provides a
ready-made aimospnhere where the foreign language is spoken, the
activities are already f#eared toward providing a functional voca-
bulary related to the students! interest., the staff hasically can
be the same, the teacher aides function could ne filled by the
participants in the workshop, providing them with a scholarship;
the basic rental of films and otner expenses would remain the same
if the Languase iHouse and the WorZshop vere combined into one unit.
In short, all the social and rezreationail activities with minor
ad justments would greatly benefit ihe worxshop participants.

R
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As far as the instructional program for the workshop partieci-
pants is corcernesd Lhe emphasis would be on maintoining and in-
¢reasing thelir lancuase siiiils, hroadeni: s their knowledge in the
area of cullure and civilizalinn, and inlegratirg the various as-
pects into a unified wnole which would be put inlo practice with
mini-lessons and interaction in the Language louse.

In ihe area of languape skil the staff iearher would
conduct a ¢lass in advancad pho i At first, the stress would
be on corrective phounetics, noon comparative phonetics with the
worksnep participants presenting to the elementary phonetics class
a nini-lesso: under the supervision of the master teacner. The
mini-teachi: g would consist of fifteen or tweniy minute serments
of material related 1o the elementary phonetics c¢lass. The master
teacher would nbserve tle teaching and take notes related to the
worrshop participant in two areas: his command of the language
and his methodology.

In addition to phonetics, the workshop participant would be
expected to take a class in the syntadic stiruciures of the Tangu-
age, exposing him to the latest linguistic theories. This class
could be combined with a seminar discussing the approaches appli-
cable to larguage teaching. Individual experiences could be dis-
cussed and a m2aningful dialngus established betlween the high
school and university teachers on some of the problems involved.
The staff would work along with the workshop participants in the
preparation of material for tne mini-lessons in second-year French.
This type of coordination would help in eliminating one of the
areas of weakness: tihe deficiency of some teachers in the ability
to explain and demonstrate the role syntax plays in verbal com-
munication.

The other area of interest would be the study of the cultural
aspects of a language. The purpose of the cultiure course would be
to teach authentic language paiterns in the context of normal
cultural situations, stressing the different languages, since lan- |
guages reflect the culture both through their vocabulary and througn
their structures. ‘The emphasis in this course would be on deep
culture, tarxing inconsideration the distinction made by Nelson
Brooks between formal and deep culture. Generally, formal culture
(the artistic and intellectual achieveme:is of a country) is taught
in civilization courses and is fairly wellaknown b7 the teacher,
Deep culture (the subtleties of interpersonal relationships expres-
sed in deeds and words) is less known, unless the teacher has had
the benefit of a lengthy stay abroad. The modern concepl of cul-
ture is an attempt to lead the student into a better understanding
of the daily life of a people and how they cepe with the problems
of ordinary day-to-day existence. lere again the learning process
would not operate ir a vacuum but be related to the daily life of
the French iiouse and the interpersonal relatioriships evolving from
it.




The operation of a teazher worksnop in conjunction with the )
language house would greatly help in ihe instructional process
since it would place the workshop in a realistic classroom situa-
tion with students who need the instructiion. It would enhance the
maintaining and acquisition of a functiosnal vocabulary. It would
permit the interaclion of university students with high school
teachers and the sharing of teaching eaperiences.

This kind of program would aid the creating of meaningful
communication between the colliege and high school teachers. The
high school teachers would berefit from the language expertise of
the university staff and in turn the staff would become more cog-
4 nizant of the problems, lhe neceds, and the difficulties of the
language teachers in high schools,

The workshop program could be incorporated into a credit

system leauing to the obtention of a Master of Arts in Teaching
F which would be useful for the high school language teachers,

I am hopeful that this kind of integrated approach to inten-
sive language study would become a cooperative effort aimed at
i improving the language programs both at the secondary and higher

education levels and would give a new perspective toward language
teaching.

ERIC ‘

Aruitoxt provided by Eic:
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! THE BLOCK SYSTEM CALENDAR AND ITS EFFECT ON THE TEACHING
OF FOREIGN LANGUAGES By F. Rand Morton, Colorado College

ANOTHER DECADE IHENCE, when it will be better possible to evaluate that of 1965-75,
which we arc now beginning to end, it should be interesting to attempt to discover if the
myriads of changes lducation has been asked to make, and has made, during this time,
have finally affected more the content of what has been learned or the means by which the
learning has been accomplished. I want to report one change which has, I belicve, in-
fluencad almost cqually both the content and means--particularly with reference to what
we normally consider elementary foreign language learning on the eollege level.

The change I report here is called the "block plan" or "block calendar" used presently
at my institution, The Colorado College in Colorado Springs, Colorado. Officially, it

is termed "The Colorado College Plan”, but students and professors alike usc the more
immediately descriptive name of "block” when referring to it. At first glance the "block

plan' docs appear to be a purely mdchanical change--one of c:iendar slone. What has been -
done, on this most obvious levcl, is to take the nine months that normally constitute a trad-
1

itional two-semester académic year, divide them into nine almost equal "blocks" of from
fifteen to scventeen and one half class days each, to permit four and one half days to in-
tervene between each otherwise contiguous block, and, typically, to offcr the student the
oppe riunity to study, during that short period, onc thing only as part of one small group
under the supervision of a sole instructor. If at the end of the block the student's work

is satisfactory to the instructor, he may receive an evaluative grade and the equivalent
of 3 1/4 normal semester credit hours, ninec of which may be carned in a single academic
year.

The cducational philosophy, together with more pragmatic objectives held by the College
facully, which have informed and formed the "Colorado College Plan" arc, in my opinion,

of tremendous significance to American education in general--but there is no time to exa-

mine them here. DBriefly, however, this is what must be known of its "practical opera-
tion" to understand its implication for, and influence on, language instruction,

First: during each block period, between 8 a.m. and 3 p. m. Monday through Friday,
the typical student--all elementary language students--are committed to one instructor
and one academic discipline with no other limitations--including even those of location,
of instruction and, to some degree, special costs. Afier 3 p.m. the average student is
free to do other things--in some cases for additional but minimal academic credit--and
always with the understanding that this "adjunct work" not jeopardize his ability to be
prepared for his full time block work the following morning. Most classes are limited
to maximums of fifteen or twenty-five. Elementary language classes rarely exceed
twenty. There is no daily schedule, as such. Instructors may require total and contin-
uous student participation from eight to three on one or more days, or none at all on
others. When class groups leave campus, they are committed to their instructor, tech-
nically speaking, around the clock. But, both on and off campus, instructors most often
let students make the decisions of what they will do, and how. In a word, thec usual limi-
tations, and interferences to college level academic pursuits have, for the most part,
been removed. Those limitations that remain seem appropriate: they are simply what
the instructor wants the students to do...and what, for the most part, the students also
want to do,

There is one other limitation which, at least theoretically, should not exist but which in
Practice, does most certainly for many disciplines. It is an expectational one: the
'amount" to be learned. . or, reduced to its classical formulation, thc "material to be
covered". Much, if not most, of the educational justification for the "block plan" is its
ability to insure a far deepcr learning experience by cach student in whatever discipline
is studicd---and this it unquestionably accomplishes. But "coverage' in the conventional
sensc is difficult to forget--particularly in disciplines like foreign languages, and many
of us continue to accept it as a inescapable limiting factor. Since the block provides the
student with 3 1/4 normal semester hour credits it is reasonable to cxpect that in one
block's work the equivalent of slightly more than onc normal semester's material be

]
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covered. Theoretically then, we should "cover' the first two years of college level
French or Spanish in four blocks--or 14 class wecks--or a total absolute maximum of
420 potential contact hours. Before I suggest how this is--or perhaps better, is not
being donc--and what we have discovered in trying to do it, let me call atiention fo Tour
other specific problems in the ficld of language learning that language instruction under
the block system has made us face, squarcly perhaps for the first time.

The most significant difference between learning (--anything--) under the block and
learning under almost any other type of academic progression is, in the case of the
first, the apparent and relatively complete lack of what might be called "fallow time'-
that purcly temporal period that separates each instance of problem controntation
(i.c. class) from the next. This kind of time during which, according to the current
popular theory of psycho-cvbernetics "the mind does it own thinking" and which is
most abundant within the normal context of college level study, scems non-existent
to any practical degree for the student of the block system. It was the lack of this
"soaking up", "subconscious mulling”, "mental cud-chewing" period that had given
us, perhaps, most concern for the success of language learning under the block sys-
tem. Would the time during afternoon and cvening spent on other things than language
be enough? Would sleeping time be regularly useful in this respect? And if not, how
much of the intricacy of language functioning could be mastered without it?

Perhaps a part of the same problem is a second question: How much exposure to lang-
uage training can the average student tolerate on a daily basis? Some experimentation
and experience along this line was available to us, but not enough with reference to the
typical, general, college-wide language student. (Simultaneously, our colleagues in
the English department were wondering how many hours a day could one profitably read
poetry. ) Here again we will have some interesting first facts to ponder.

A third, related and very practical question: How much of that learned so quickly and
intensively would remain in the verbal repertoire of our students, both during the block,
and, of course, after it? Since much of what we must call learning in spoken language
acquisition is the formation of new. habits, this question quite simply becomes: can
useful language habits be formed under the contingencies of time and intensity inherent
in the block system? The question implies a comparative approach, of course. Can
language habits be made as well under the block system as under the non-block system?
Cr, perhaps, better? . .

Finally, and perhaps most obviously, the question of the role of sequentiality--recently
the subject for rescarch and discussion by several linguists--in effective language learn-
ing. The block system, almost tautologically must encourage interruptions in what is
commonly termed "academic progression”, or sequentiality, within one, or more disci-
plines. What would happen to language skills which could not be maintuined between sep-
arate learning blocks? It seemed at firstthat we mightbe facedwith the equivalent ¢:
teaching a foreign language during a school year interrupted by five summers.

These questions, basic to the practicaliiy, of language learning, had, of course, to re-
main answerless until the block system was placed in operation, as it was just two ycars
ago this past September. In spite of the uncasiness that risk-taking often seems to elicit
in the college professor, most of the language instructors at Colorado College who were
to be involved in elementary languages were--and are still, I believe~--among the more
enthusiastic supporters of the plan. The excitement and challenge of being given students
devoted entirely to the effort of mastering a new language, of being able to take them with
us to France, Germany or Mexico(as indced we have) the opportunity for trying the newer
total immersion techniques that are only possible when a student studies only language,
seemed both then, as they do now, far more promising than our doubts and ignorance
could make us fearful.
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Let me describe briefly what happens in what we call elementary language in-
struction under the Colorado College Plan.  Although all languages have had to
face the same problems already mentioned, each has responded in a different
manner, and henceforth I shall speak primarily of the arca I know best: Spanish.
I shall however try to indicate, where appropriate, those arcas in which the sov-
eral language instructional programs have cither most, or lcast in conunon, and
the practical results of these differences when such are significant.

The first, and perhaps most (bvious difference between language learning--and
teaching--at Colorado College and clscwhere for the moment is certainly the amount
of time spent daily by both students and teachers. If approximately a week's normal
work is to be done in a single day, how, you might ask first, doces an instructor of
first yecar college Spanish or French or German survive five hours of drill and reci-
tation daily--no matter how small the class? And how, too, does the student...?
We don't know, for as yet we have not tried it. For French and Spanish, at least,
we have used programmed learning materials for the most part which has freed the
instructor from most types of repetitive drill work wkhile requiring, particularly in
the case of Spanish--that much of his "tcaching time' be speut with individual stu-
dents, diagnosing individual problems and prescribing solutions to studentst ling-
uistic problems as they arise. Since the spoken language is that recciving most
emphasis, a majority of these problems involve the formation of corrcct phono-
morphological habits. Since this is best done o a consultative basis, requests

for which normally originate with the student, it has see med (in my own casc)

best handled during two short periods--one in the morning and one in the afternoon--
both togeiher heing roughly equivalent in time to the daily "office hour' that most

of us give during a normal semester. The differcnce between the two is however
great. The office hour (again in my own case) seemed ideal to do the teacher's
usual clerical work with few student interruptions, whereas during the two short
consultative periods there is a great deal to be done for individual students, In-
deed, for the instructor it may be the hardest hour worked each day. Not only

are there problems to he solved, advice to be given, review to be recommended
and cncouragement to be offered, but there is a student-teacher relationship

which, under the block plan can often be a very strong and beneficial one. This
hour cach day never seems long enough.

Another portion of the instructor's time, for Spanish, is regularly devoted to what
are termed "check points"--periods of between fifteen to twenty minutes'length
durmg.r which students in groups of two, threc or, at the most four, are engaged
in active demonstration of their oral abilities learned on a daily basis with the
program. {n my case, rarcly do I give more than a total of one hour and a half
to this particular aspect of semi-individual oral practice. Nor is it necessary.
Since a}l students in any one check point group are arpreciscly the same point in
the basic program, and since cach has appro:imately the same oral skills, voca-
bulary and .reading expericnce, these short mectings can be highly efficently
managed with respect to maximum student participation. Typically, time flies
and there is excitement and tension.

A thir:d easily identifiable daily portion of instructional time is the lecture or
'special topic'period. For many courses these are the only periods at which all
students enrolled in a single language course may find themsclves together in
the same room, doing the same thing at the same time. These periods last ap-
proximately 40 minutes in my Spanish sections. During them we discuss aspects
qf Spanish or lispanic American history or culture, see movies or film strips,
hstep to records or invited gueses--while using Spanishk to the maximum degrece
pos§1blc. On Fridays we also manage to cat or drink something that a native of
Spain or Hispanic America might qualify as "pretty authentic", and which often is
concocted by group effort., When we are giving the course in Mexico, as I have
twice, this period, of course, is less uscful.

The consultative-problem solving periods, together with those of the check points

3
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-and lectures accounts for approximately three hours of the instructor's time daily. Note
that none of this time is given over to the kinds of activities traditionally associated with
the language classroom. Some of us, however, and in some courses, have also found it
useful to establish yet a fourth period, (student attendance at which is often optional)

to simnply talk about the target language and compare its functioning with English. This
sometimes resembles the "grammatical explanation' of the classroom, but more often

it reminds mc of an undergraduate pro-seminar in descriptive linguisties. This period
is normally conducted in English for first and second block students, in both English and
Spanish for third and fourth. Fifth block all. There is yet one more time period which
brings students and instructor together--but, as usual, again on a one-to-one basis. In
addition to the program work assigned, students must also undertake a special, individual
project involving some phase of Spanish or Latin American civilization or (less frequent-
ly the case) the learning of additional, rather specialized skills in Spanish through the use
of mini-programs. Studenis must make one or more appointments with the instructor to
report on project progress and be evaluated at the conclusion of the project work., These
meetings occur most frequently toward the end of the block. They add perhaps an extra
hour of instructor's time for each student in the course--an average equivalent of 45 min-
utes more cach day. Thus, the language instructor under the block plan, using program-
med materials, may be in contact with one or more students some four to five hours daily--
precisely the number of hours he would spend in class during a week on the semester calen-
dar. Making out and correcting daily exams, preparing special materials, organizing the
lecture periods probably adds another two to three hours to his professional day. If noth-
ing clse, the block plan has finally madc the elementary level college language teacher
work a respectable 35 to 40 hour week. And, perhaps more important, that this work
exploit for the first time his own professional skills and training,

What does the student do? It depends greatly on him. If he wishes he can work even hard-
er than the instructor. If he ig not so cager, he may work somewhat less--an average of
perhaps five and three-quarters hours daily--but without fail. The work periods {or the
less assiduous student might look something like this:

a) program workthraugh: 2 hrs. (a.m.)
b) daily check point: 15 min. (a.m. or p.m.)
¢) lecture period: 40 min. (a.m.)
d) consultation appointment or project

report: 5 min. (a.m. or p.m.)
e) test taking (programmed): 20 min. (a.m. or p.m.)
f) project or mini-program work: 25 min.
g) program workthrough: 2 hrs. (p.m.)

Total Time: 5 hrs. 45 min.

The average eager student--of whom we have many--normally tends to put in some

8 to 10 hours of work each day, and may also work on weekends. Of course these students
normally finish all their required work carly--as much as a week or more so. They may
stop if they wish and take a longer vacation between blocks--or continue to work on the
subsequent block's materials. On the other hand, the student who either hates language.
or has no "talent" for it, will also often need to put in some 8 hours daily, and, although
he will not finish early, he will finish. Finully, the student, be he "slow", "gifted" or
simply absent too long from'work, who does not put in the neccssary time and therefore
does not finish the required portion of the program receives no credit for that particular
block. It is not a question so much of failing Spanish as simply one of having failed to do
the necessary work.

Certainly, neither the Spanish instructor's schedule nor the student's would be viable with-
out the self -instructional programmed materials that we use. It is precisely the four hours
minimum daily drill hc reccives with these that allows him to learn (i. e. make habit ) most
of the Spanish or French that he docs in the "first year" course, without the constant in-
tervention of the live instructor. If such drill time and monitoring time were required from
the instructor he would have little or no time to give to the individual student--as in actuality
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he does spend most of his time. At least for Spanish we know the program seems os-
sential,for we have also taught with a conventional (and very excellent) Spanish classroom
text and to simply "get through it" on what might be called a passive basis (i. c. very lit-
tle student drill on the sending skills) all of the individualized activities of teacher and
student, possible within the programmed approach, was perforce omitted.

In the first portion of this report a number of problems or "questions" for language learn-
ing were suggested upon which some light could be thrown by our experience in teaching
language under the Colorado College Plan. IL.et me list them again in the light of whathas
now been said, and then give a brier--in some cases still highly tentative answer--to each.
They arce as follows:

1. What is the cifect of lack of 'normal', "fallow time" on the
block plan language student?

2. How many hours a day can a typical, undergraduate be expected
to study (cificiently and cffectively) a foreign language?

How well (usefully) are languagc habits made and maintained under
. - 1. -

the contmgcncm's of "intensive" study, and how many can be made

(i.e. "coverage')?

What are the problems of sequentiality?

What competence may be expected as compared with non-
block language study?

While the answer to the last question concerning comparative language competence gained
might be presumed to contribute to cach of the preceding ones, and thus might logically be
answerced first, I shall nonc-the-less retain its final position as I suggest answers to the
preceding questions, zlthough I shall anticipate a part of its answer by saving now that its
comparative naturc does not throw as much light on language learning under the block sys-
tem as one might expect. Turning first, then to the question that seemed to be uppermost
in our minds when we began the experiment, what indeed seems to be the effect of lack of
fallow time on the block plan language student? Mcasured in the ways that are available to
us, and during the relatively short time we have had, and remembering that we are con-
cerned only with what are traditionally considered the necessary skills to elementary lang-
uage learning, I must answer that its absence--if indeed it is absent--is in no way detri-
mental. Of course, we cannot be positive that there is not in fact sufficieni time under the
block plan schedule for the mind to exercise its own chemistry, or mathematics, or cog-
nitive behavior in digesting, or analyzing or making things Tall into place (making habits

of thought? ) that traditionally aids the student in most learning chores. All we can know

for sure is that there has not been as much as is normally the case. Yet this obvious dii-
ference in quantity seems itsclf to explain some of the differences we can already note in
our first ycar students. For example, pronunciation skills for program taught block stu-
dents are dramatically better in general than those gained by semester taught students. Cer-
tainly, a student who spends all his time studying French or Spanish during a block would
suffer much less interference from hearing and using English. Reading skills also seem

to show significant improvement, in both speed and interest. Again, a rather obvious ex-
planation would be that it is casier to maintain accuracy in vocabulary recall during the
intensive block's work: in a word, less time for forgetting during the period that control
over vocabulary was needed. At all events, first year Spanish block students are able to
read more thar tw ice as much as our first year Spanish semester students in the past. As
the combined result of improved pronunciation and reading skills, the students' ability in
aural comprehension produces — significantly higher class-average grades on the MLA-ETS
Coopcrative Spanish Proficicney Exam, Level LA, than I have been able to achieve in my
past twenty years of teaching Spanish. I report these three items of a comparative nature
as examples of many of the happy cffects that we had not expected. Of themselves they do
not prove a point for, nor against the efficacy of "fallow period". For our real concern was
simply whether language learning couid proceed cffectively for the average student, without

the time normally available to let this learning "sink in'". And this concern no longer cxists.
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We can see no detrimental cffects in its (presumed) absence, Wh y are there none? From

our cipericnce, from the little we know of somewhat similar undertakings in the Berlitz

"total immersion? process, and other intensive language teaching programs, I would gener-
.alize as follows: the kinds of habits essential in clementary oral language acquisition nre
motor responses rather than cognitive ones. ‘The articulatory habits of pronunciation; the
discriminatory habits of hearing and comprchension, the morphological habits of verb con-
Jugation, noun-adjective pluralization, ctc. the syntactical habits of word order, noun-adjec-
tive agreement, cte. do not nced fallow time for "jelling" but practice time for automatization.
This they have under the block; the fallow time they do not need they do not have, and per-
haps bencficially so.

I suspect that we shall find other aspects of language learning that arc not influenced by

the lack of fallow time as we continue to experiment--and indecd we may discover some

that arc definitely influenced, cither negatively or beneficially, by its absence. But at the
moment it seems safe to say that the exclusive and intensive clementary study of a foreign
language for a period of three and one half weceks gives good results, some superior to those
achieved under less intensive and non-exclusive study. The question regarding the long time
maintainance of these habits we will confront later in this report.

Our second worrisome question was how many hours a day could a typical undergraduate be
expected to study (cifficiently and effectively) a foreign language during a three and onc half
week academic block? The adjective "typical” as used in this question is important. It
suggests, first, a student, probably a Freshman, who has had some language training before
but has not scored well enough on the MLA-ETS exam to place out of first year college languag:
study; who is,therefore, not a prospective language major; and who is taking languazgc’ior
reasons which are not of great personal interest to him. On the other hand, he is reason-
ably bright, willing and motivated to do well in all the work he undertakes. The figures we
needed to answer ow question we now have. We can expect 92 percent of our students to
spend at lcast five hours a day, average, and complete the work of the course. Of this 92%
we can also expect 30% to devote as much as eight to ten hours a day. 50% of those who com-
plete the course, the "average student', works usefully some six and one half hours = day,
averaged over the seventeen and a half day period. In a word, the average student devoics
some 114 hours to language learning during a block in comparison with the 130 hours (mini-
mum) the average 5 days-per-aveek semester student may be calculated to spend--- and learns,
it appears,rather more. I wish I could cnd this answer here. But I have reported only the
statistical side. There is another--that of student attitudes and evaluation. This information
we gain from the student questionnaires given at the end of each block. Here the almost unan-
imous opinion is that they have worked harder and longer than they have jor any other course
except, perhaps, for one in their major field. And that they resent the amount of time ncces-
sary. And, that while they are pleased with the amount of language they have learnecd, and
would recommend the course to any one else who wanted to learn the language, they them-
selve€ would under no circumstances undergo the same experience again! It is simply
"too much work" to learn a language. College-wide statistics, however, show that the aver-
age total hours worked on a weekly basis by the Colorado College block student for the past
two years is 24.5; while the average worked by natural science majors is 34 hours weekly,
two hours more than our average (time-wise) language student. Two explanations suggest
themselves to account for the discrepancy between hours actually worked and student eval-
uation (in both quality and quantity) of language study hours. First, of course, we know that
programmed learning, requiring some thirty to forty active student responses per minute
is far more exhausting than other types or means of shaping verbal responscs. Often an
hour does fecl like three, and belief is far mor: real than fact. It is possible to say that
our students respond more than they work in other courses. Another, and in my opinion
more reclevant, explanation considers the nature of the learning task in elementary lang-
uage instruction. In one respect the college student is sent back to grade school and asked
to again submit to the purcly repetitive tasks that he was charged with there. Elementary
language learning appears to them to require no more of the cognitive skills than the mem-

" orization of the addition and multiplication tables. I agree here, and am most sympathetic
with the student's attitude. It would have been much better if they could have learncd Span-
ish at the same time as they did those tables. But they did not and-we must leave the matter
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there. I am not so pessimistic as to believe that no solution exists to the problem of stu-
dent attitudes toward the value of time devoted to the formation of linguistic habits, But I
sce little chance of finding it within the next year or so, cither,

The third question asks how well, or how uscfully, are the nccessary language habits made
under the block system, and how many can be made, during one or more block periods. If
we attempt to answer this quesiion by sinply comparing results of block students with past
semester students, as measurcd by the MLA-ETS LA or MA exams we would have to say,
as I have alrecady suggesied, that there was significant superiority for block students in
several arcas. The number of habits,again that is to say, the coverage of material, how-
ever, does at first glance show a most significant difference. In French and Spanish in-
struction we have as yet not found it possible, or at least feasible, to "cover" (that is to
say, usclully expose the student to") as much material in four blocks as we once did in
four semesters. In German, however, such an attempt is (successfully, I understand)
being made. It is quite possible that the greater attention given to the purely oral-aural
skills in French and Spanish make it difficult for us to do. At all events we have found it
useful--to require an additional block of language work during the traditional "first year"
language curriculum, which means that we use the cquivalent of three semesters to tcach
what presumably we used to teach in two. Could this additional time account for the superio-
rity we scem to find in our block system language students? It is possible, but in my
opinion not probable. There is, in effect, "no additional time" when compared to the
semester system. During his "first year" language work our average block student, work-
ing ior threce semesiers, invests 2 total of 342 hours, according to the fairly accurate
average we have been able to calculate. The semester based student, however, in two
semesters has invested a minimumn average of 360 hours. Rather than the "extra block”
of time, I belicve it is the intensity of the work done in it and the kind of work that the
block makes possible. As we shall begin to examine with the last two questions.

Our fourth question asks what are the problems of sequentiality? What happens to a student
who may spread his five blocks total of language learning over the period of four years? Of
course, we recommend that he not do this, but raiber foliow the iraditional method of com -
pieting all elementary and sccondary foreign language work during his first two academic
Yyears in college. NMost of our students do this, but some look as if they were going to fol-
low the extreme method I have just mentioned. (\\‘eawait their presence year after next with
much interest.) The normal and recommendcd progression is as follows: The first two
blocks of language (the first semester) is taken without interruption. After these two con-
tiguous blocks, we recommend the student study something else for onc or two blocks;
returning then to take his third block (second semester) and ideally, after another one or
two blocks intermission, return again still during the same school year,to take his fourth
(or thitd semester) block. His fifth and last elementary language block would best come
during the following year after he had (again ideally) had the opportunity to study in Alexico
either during the summer or i'n one of the other courses offercd by the college which could
usefully take place there (e. g. history, anthropology, social sciences, ctc.). There is yet
one more possibility of sequencing: to take all five blocks within the same academic year
or, for that matter, within a single semester. This has in fact been done, successfully, by
one student already . ..although the strain manifested by him during the last two blocks, one
of which was spent in Mexico, suggested that such a sequence is justifiable only when abso-
lutely necessary.

I have not, as you may have noticed, yet answered the question--what are the problems
encountered by the student in letting, in this case, too much fallow time intervene between
intensive exposures to language learning? The problem is, of course, forgetting or, be-
haviorally put, extinction of new bchaviors. But, it does not happen to the degrec that we
have fearcd, and we are very grateful. We have also taken steps to prevent it from hap-
pening at all if the individual student is coopcrative. All languages have provided what we
call adjunct courses Lo maintain language abilitics learned during previous blocks, con-
ducted along the lines of conversation classes, which meet once or twice a week in the
late afternoons or evenings. For some languages, like Spanish, there are also self-in-
structional programs that the student may work at in the lab for a half hour daily and
maintain previously learned skills while adding others, For the adjunct conversational
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and revicw classes and for the programmed work the student receives credit. There are
also, of course, the language houses and language tables which provide the opportunity for
maiitenance bul without credit. Ii is not surprising that students who make an effort to
maintain what they have learned do indeed maintain it. But that the student who makes

no effort docs also to a large degree (I would say roughly no less than 75 %) maintain

his skills over non-supportive periods of as many as five or six blocks (we have no cases
yet of greater time without formal adjunct work), is as I said, most rewarding to us.

And it is the reason I can give to explain this unlikely result that, at least for me, repre-
sents onc of the major victories of the block system for language instruction. Ior, the
system has forced us, primarily Ior reasons of sequentiality, to re-examine not only how
but what we were going to teach in each block. And we gucssced that if we could teach onc
thing well, it would siand a greater chance of being remembered, than if we taught several
things less well.  The consequences of this decision are many and varied. A good example
of them is, however, the decision taken in regard to selection of grammatical material to
be taught in cach block. In the first two blocks of elementary Spanish, for example, the
student learns all of the basic structures of Spanish that can be ured while speaking in the
present.  This, of course, includes many structures which can allude to both the present
and the past, or fulure. But it is only the morphology of the Spanish verb in the present
tense (both indicative and subjunctive) that is taught. Translate this into the semester
system: if two semesters werc spent only on the present forms and uses of the present
tense in Spanish would not they be better learned? Under the block system they' are, ap-
parently, for they are remembered after several blocks of non-necessity for recall. In
the third block, our Spanish student has the opportunity of reviewing the basic structrres
learncd in the first two blocks while - :habitualizing the verb forms for- past and futurc as
his sole learning task. Again, he learns well enough to absent himself for sukbstantial time
from exposure to the language, without risk of losing more than one third of what he has
been able to learn. To my knowledge it is the first time that the content of a language
course has been influenced by the calendar on which it would be taught and has resulted

in a useful.approach to the sequencing of material to be learned that may be equally use-
ful outside the block.

What, finally, are the overall results, what competence may be expected as compared
with non-block language study? With reference to the degree of competence gained as
measured by the MLA-ETS Cooperative test scores, there seem to be dramatic gains
in all oral skills, both speaking and oral comprchension, significant gain in the reading
skills and no gain, nor loss, in the writing skills. Translating this into class-average
percentiles of the 927 who complete and therefore pass_the individual block courses in
Spanish, mecasuved at the end of the first three blocks Al dgain at the end of the fifth
block, MA form, they are as follows: Speaking , 95; Listening, 92; Reading, 89; \\riting,
67. These averages are those of both exam levels. The MA scores individually are
significantly higher on the writing section, since most written' work is done after the
third language block.

These differences, in favor of the block student, are most encouraging to us. There are,
however, other differences which may, in the end, be far more important. The potential

for individualized instruction under the block system, to give the positive results that only

it, both theoretically and practically, can give is certainly onc of them. This was, of course,
one of the principal goals of the block-system. The results in languages (I speak only for
Spanish here) are casily measured in a purcly quantititive way: We are producing more stu-
dents, more quickly, who can achieve a level of competence in one school year to be able

to major in Spanish--and we are finding more of these who actually do want to major. Also,
major or not, an interest in things Spanish seems to be heightened by the block experience,

for more and more students who finish their language requirements continue to enroll in
upper division classes--and take interest in the Junior year abroad programs we maintain in
France, Spain and Peru. I suppose all of this might have been predicted. Language, the
most human of man's skills, is lcarned best on an individualized basis. The Colorado College
block plan not only allows such individualization but makes it inevitable, The things our stu-
dents are learning and the depth with which they are learning in classes we still call "first year
Spanish' and "first year French' are as different from the past as are the methods and means
we are using to help them learn,
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And the learning scems at this carly point to be superior in several ways, in language

studies, to thit one has been able to achieve on the semester system. This fact, demonstrated
at The Colorado College, suggests a conclusion that all of us interested in improving lang-
uage instruction might w 211 consider. Most simply it is this: schedules, or calendars,

for learning diifcerent things may themselves well be differeng. These differences, of -
fectively exploited, may require other changes in both content of that learned, and methods

of learning. We are at a point in time when changes in the educational process can be

made more casily and more quickly than ever before in our history. I believe we should
continue to makd them--in calendar, content and method--for the benefit of our language
students.

Dept. Romance Languages
F. Rand Morton _ The Colorado College
August, 1972 Colorado Springs, Colorado




